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PERSPECTIVE

Teaching Economics in Schools

SUKANYA BOSE, ARVIND SARDANA

The curricular changes based on
the National Curriculum
Framework (2005) have enfolded
Economics education at the
school level. This article reviews
in detail the imperative for and
the main elements of the change,
and argues that the issues
involved merit the attention of
professional economists.

We are grateful to Alex M George and

C N Subramaniam for the detailed comments
on the article. The views expressed here are
our own and need not be shared by other
members of the textbook writing teams.

Sukanya Bose (sukanya_bose@yahoo.com) and
Arvind Sardana (anuarvindbali@gmail.com)
are with Eklavya, and are based in New Delhi
and Dewas (Madhya Pradesh), respectively.
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Only by the use of our best minds in devising
curricula will we bring the fruits of scholar-
ship and wisdom to the student just begin-
ning his studies.

-Jerome Bruner (1960)

he final batch of the new school

level textbooks by National Council

of Educational Research’and Train-
ing (NCERT) based on National Curriculum
Framework (NCF) (2005) has been published.
For some of us who have been associated
with the writing of the new Economics
textbooks (till the high school), it is time
to reflect on what has been accomplished
and how to carry this work forward.

The debate of Economics education in
schools was wide open till a few decades
back. It was widely contested whether
Economics should be taught at the school
level. Most people felt that Economics as
“sanctified knowledge” did not merit a
place in the curriculum, and the school
curriculum ought to retain its focus on the
development of basic abilities and skills.
The time diverted to teaching Economics
could be better utilised in acquiring skills
like math and language and attaining a
mastery over them, which would be useful
in the long run. Others (mostly from within
the discipline) felt that “there are substan-
tial generalisations belonging to economics
which are a vital part of any selection from
the culture of a society” [Lawton cited in
Taylor 1977], “Economics as a discipline
adds important substantive content and
gives important intellectual training (such
as logical reasoning)”, and that “Econo-
mics education is important for fostering
of economics judgments on contemporary
issues as a vital part of the education of
the individual as a citizen and member
of society” [Dunning 1970]. These
arguments in turn were frowned upon by
the non-economists (and also by some
economists) as creating demand for one’s
own discipline.

While this intellectual debate was still
on, Eklavya, an institution working in the
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field of education developed social science
textbooks for the Upper Primary Stage
(ups) in which Economics figured as a
component of the Civics syllabus. This
inclusion was based on the understanding
that all students should have the opportu-
nity of acquiring basic general principles
necessary for elementary economic and
social understanding. The mandate, how-
ever, was not to teach Economics as such
but to draw on Economics to illumine
aspects of social and economic life.!

Experiences and learnings from
Eklavya’s social science programme (1985)
enriched over the years through intensive
field trials, actual teaching and follow-up
in schools, and teacher trainings have
exerted a strong influence on the Social
Science textbooks based on NcF (2005), to
which we shall now turn.

The article is organised as follows.
Section 1 discusses the content and
approach of Economics at the ups in the
new textbooks. Section 2 puts in perspec-
tive the secondary level Economics course
both across time and space. Section 3
looks at the salient departures in the new
secondary level Economics texts in terms
of content and pedagogy. Section 4 stresses
the need for dynamism in the curricular
process and identifies the important
gaps in the present exercise with the hope
that these might be addressed in future
work. The article ends with a plea for
greater involvement of the academic
community in Economics education at the
school level.

1 Economics at the Upper
Primary Stage (Grade VIth-VIIIth)

The NcF 2005 debated the purpose of the
Civics course, which according to the
earlier Yashpal Committee report (1992-93)
had been reduced to teaching meaningless
rituals and still exhibited the colonial
framework of converting people into
“loyal citizens”. The new conceptualisa-
tion emerging from these deliberations
attempts to break away from the tradition
and impress “the dynamism of a process
that produces structures of dominance
and their contestations by social forces”.
In keeping with this epistemic shift, Civics
has been renamed as Social and Political
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Life at the ups (and Political Science in
higher grades).

Civics in the new avatar of Social and
Political Life has within it many topics
from Sociology, Gender, Media and Subaltern
studies as also Economics. The economics
component of “Social and Political Life”
textbooks, though small, is significant.?

In the first year, students are introduced
to a variety of livelihoods in the rural and
urban areas. The diversity of contexts are
then meaningfully used to draw distinc-
tion between farm and non-farm activi-
ties, farmers and labourers, self-employed
and wage-employed, formal and informal
workers and also discuss issues such as
dearth of work, differing terms and
conditions of work, etc.

The next two years of ups are devoted
to understanding the two major organising
principles of our economy, markets and
the government, in a contemporary set-
ting. Beginning with the physical notion
of market as a place of exchange (example
of ‘haat’, ‘mandi’, local shops, mall), the
unit on markets goes on to discuss how
markets function both in terms of
connecting distant producers and buyers
on the one hand and also creating vastly
different opportunities for them.

Students by the time they reach ups
have already formed an opinion on the
functioning of the government and most
often the opinion - at least among the
urban middle class students - is that of an
institution ridden with inefficiencies and
corruption, which should be replaced by
“the smarter” private sector. The discus-
sion on government in grade vinth takes
cognisance of government failure in some
of the important roles that it is supposed
to take on such as universal provision of
public facilities and regulation of econo-
mic activities, while emphasising that
these are roles it is bound to honour
constitutionally if one were to achieve a
decent quality of life for all.

In tune with the overall emphasis of
these texts, a political economy approach
was adopted for the economics sections.
Admittedly, the analytical categories used
are not always simple, but the use of a
variety of cases before generalising and
the near complete absence of formal
jargon is supposed to make the topics
interesting and comprehensible for the

Economic & Political WEEKLY AUGUST 9, 2008

students. The treatment is focused on real
examples and real life situations, starting
from the familiar ones to more complex
situations. These are then juxtaposed
against questions on social ethics such as
“would you consider this a fair price?”,
“who are the people benefiting?”, “did
people get justice in this case?”. Seen from
another angle, rather than discuss the
ideas of democracy, equality, secularism
and social justice as mere constitutional
ideals (the usual trend for civics syllabus
in India), their meanings are explored
through the life experiences of ordinary
people in an every day setting.

2 Secondary-level Economics

In the us, the National Council on Econo-
mics Education’s A Framework for Teach-
ing the Basic Concepts provides a set of
economic concepts for teaching Econo-
mics in schools below the college level.
Over the years, this framework has been
adopted in many other countries across
the globe. Philip Saunders, one of the peo-
ple associated with the development of
this framework, lists the seven-most
important economic concepts for early
development of critical thinking and
decision-making skills as opportunity
cost, marginal analysis, interdependence,
exchange, productivity, money, markets
and prices [Saunders 1994]. Further, he
writes that macroeconomic topics can be
introduced after these basic topics have
been covered. This framework places
economic freedom and economic efficiency
as the two most important social goals for
an economy.

From its inception in 1977, the Economics
textbook at the secondary level - brought
out by the NcerT has taken an original
approach, quite different from the utilitarian
framework laid above.? Echoing the main
economic problems of the time, an ac-
count of the Indian economic development
formed the subject matter of 1xth and xth
grade Economics. The first Economics
textbook introduced at this level, Our
Economy was taught in schools for close
to two decades.* In the foreword to the
1992 edition of the book, the objective of
teaching Economics is explicitly stated as
“imparting knowledge and understand-
ing of the structure of the Indian eco-
nomy, and various problems and issues in
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development”. Tapas Majumdar, the au-
thor of the book notes in the preface, “the
basic ability to identify and use knowledge
about the economy is becoming far too
important to be left to the care of
professional economists alone”.

Our Economy: An Introduction quite
correctly sets the tone for high school
economics in India and all the subsequent
attempts at textbook writing have
followed the overall framework proposed
in this book. Taking a broad view of devel-
opment that would mean not only growth
but also social justice, the institutional
and structural features of the economy
were laid out with care and related to the
constraints on development. The issue of
employment (or the lack of it) received
adequate emphasis and public policy
intervention had an important place in
the discussions, over and above the role
played by the market.

With all its merits, however, this book
would not qualify as a beginner's text
judged even by the most conservative
pedagogical standards. Learning for all
age groups requires plenty of experience
and thinking through concrete situations in
order to come to grips with the facts and
events of life upon which concepts and
theories are based. The need for a concrete
sense of economic life is even greater for
younger age groups. Our Economy: An
Introduction had far too many concepts
introduced all at once with few examples
and applications. The language was terse
and technical. The implication was that
teachers teaching the book, most of whom
were not Economics teachers, would teach
by bracketing the text and students would
memorise for examinations. If the author’s
emphasis was on conceptual understanding,
it achieved exactly the opposite result.s

That this book (with some reorgani-
sation) should have a run of 20 years or
more speaks of the general neglect of
curricular issues and apathy towards
school Economics.

3 Continuity and Change

The pedagogical shifts as required by the
NCF (2005) - the leading document for
the new set of NCERT textbooks - were
therefore long awaited and most wel-
come. It required that the nature of text-
books change fundamentally towards
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development of critical thinking in stu-
dents and away from rote learning; use
children’s experiences and local contexts
in teaching; use enquiry-based learning
methods involving debates, discussions, a
variety of applications and activities and
explore newer forms of evaluation that
privilege critical thinking rather than
recall. The process of textbook writing
was also made more democratic by having
teams rather than an individual to draw
up the curriculum, write and review the
textbooks. Teachers and grass root NGOs
with field experience were made a part
of the curricular process right from the
beginning, so that texts could be more
relevant and communicative.

Adhering to the Ncr (2005) meant a
thorough reorganisation of the Economics
course at the high school level as well as
cutting a large part of its weight. In the
following discussion, we illustrate how
the epistemic and pedagogic concerns
of the NcF are addressed in the new
Economics textbooks for the high school.®

General Education

The high school course is a part of general
education. Every student has to study all
the subjects offered, so that the disciplines
need to cater to general students and
might be compared with liberal arts edu-
cation. It is only at the higher secondary
stage where streaming takes place and the
students have exercised their individual
preferences of subjects that the disciplines
might be seen as specialised fields. While
this might seem reasonable, in reality, one
often finds that what is meant for special-
ised education is mixed up within general
education. In the sciences, for instance,
the higher secondary course forces expec-
tations downward so that the secondary-
level course is designed thinking about the
higher secondary. This is pedagogically
illogical. There could certainly be a link
between general education and special-
ised education, but without forcing down
subject content.

If we see the high school Economics
course, the conceptual areas and the eco-
nomic issues covered are broadened (com-
pared to the ups) and some of the formal
economics usages are introduced so that
the learner can relate this knowledge
to what they hear in the media/adult
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conversations. But abstractions are still
few, there is no formal theory and all
themes retain practical relevance. It is
geared towards general education.

Thematic Approach

One reason why the earlier NCERT text-
book, Our Economy: An Introduction had
a much higher level of difficulty than was
appropriate for learners at that stage lies
in the book trying to provide students with
a core knowledge of Economics (though
this objective remains largely unstated).

In a significant departure, the curri-
culum for high school Economics has
dropped this agenda. Instead the aim is to
introduce students to the ways of thinking
adopted in Economics. This change in
focus has meant that the textbooks need
not be comprehensive in terms of covering
all the conceptual areas (such as in a Prin-
ciples course) but can be illustrative to a
certain extent. In what educationists call
thematic approach, the curriculum is
organised around themes that connect
conceptual categories to authentic learning
contexts. The advantages of thematic
approach are twofold. First, the learner
starts from a real context/situation, which
may reflect many of his own experiences
and therefore provides a convenient (and
far more interesting) entry point into a
topic. Second, the conceptual areas can be
determined by what aspects of economic
reality one is considering, rather than the
conceptual areas leading the horse, as has
been the case most often. This approach
has led to smaller conceptual load and
greater use of real contexts and situations
in the new Economics textbooks.

Macro Perspective

Development is the central theme of the
two books. Besides a range of core issues
such as indicators of development, money
and credit, employment and poverty,
contemporary issues like environmental
sustainability, right to work, globalisation
have been included.

The emphasis is on a macro view.’ Start-
ing with a variety of examples/case studies
that introduce economic ideas at an indi-
vidual/smaller level, the generalisations
supported by secondary data gradually
lead the learner towards a macro view.
Though students (and teachers) have some
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initial hesitation and difficulty in engag-
ing with the generalised picture, they do
ultimately work through the numbers and
graphs and the economic logic.® A balance
between specific illustrations and the
generalised picture therefore is what is
necessary and would enable the students
to relate everyday economic activity to the
workings of the economy. How to do that
is a challenge. Without the macro view, an
understanding of the Indian economy
would be incomplete, but one needs to
keep in mind that a macro perspective
does not come easily. For instance, many
students and teachers have personal experi-
ences of labour shortages. They have diffi-
culty coming to terms with the characteri-
sation of the Indian economy as labour
surplus and unemployment as “the” major
problem facing the economy. To take
another example, while students easily
understand the function of banks as finan-
cial intermediaries, they fail to appreciate
that demand deposits are a form of money.
There are many such examples where the
macro perspective might be at variance
with intuitive knowledge. The recent
inflationary spate and the understanding
of the nature of the problem is another
obvious example of this gap. This is where
the contribution of a subject expert becomes
important to the exploration of an experi-
ence. It must lead the learner from the im-
mediate and narrowly personal reactions
into a more general understanding.

Emphasis on Structure

For long, educationists have held that it is
important to give students an under-
standing of the fundamental structure of
whatever we teach. “The teaching and
learning of structure rather than simply
the mastery of facts and techniques is at
the centre of the classic problem of trans-
fer. This is the main requirement of using
knowledge, for bringing it to bear on pro-
blems and events that one encounters
outside a classroom or in classrooms one
enters later in ones training.”

To cite an example from Economics, an
understanding of terms of credit and how
it varies across classes of borrowers
depending on their socio-economic status
will mean learning a structure. It can be
extended to many other situations such as
analysing the problem of farmer’s suicide
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and rural indebtedness to a study of inter-
linked markets and agrarian relations in
later training. It may so happen that the
rule, which underlies the structure,
remains unknown to the learners even
while they are using it. For instance, in
learning of a language even while young
children are able to use the structural
rules of English, they are unable to say
what these rules are. But unconsciously,
they have grasped the structure.

Often textbooks to the detriment of the
learner have failed to emphasise the logical
structure inside the conceptual framework
but have focused more on introducing
new categories and new information. This
has been particularly the bane of Indian
Economics course (at various levels), and
one needs to escape this trap. Tendulkar
(1988) sets out an excellent set of guide-
lines for the study of Indian economy.
These guidelines effectively combine ana-
lytical description, framework and con-
ceptualisation with empirical evidence
and thereby provide a general method of
approaching the Indian economic prob-
lems. Though these guidelines pertain to
a different academic level, some of the
general principles can be extended gain-
fully to school level Economics. Admittedly,
this is a challenging task and serious
efforts are needed to creatively organise
text material so as to impart a perspective
for understanding the Indian economy.

Student-Friendly Learning

Along with making the discipline relevant
it is also necessary to present it in an inter-
esting manner for students. A number of
steps (common to this genre of textbooks)
have addressed this issue. Firstly, conscious
efforts have been made to keep the
language simple (and non-technical) so that
the average student can read and follow
the text on his/her own. Secondly, to read
and interpret data is an essential skill and
students at this stage enjoy drawing tables,
making charts and graphs. A number of
different exercises in the textbooks have
been devoted to hone this ability and show
that arguments need to be supported by
facts/evidence. Thirdly, a variety of ques-
tions to test and reinforce concepts, develop
comprehension, debate and discuss policy
issues, apply concepts to a new situ-
ations have been provided. Fourthly,
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unlike textbooks of the past, which were
dominated by texts, attempt has been
made to use visuals themselves as texts.

Normative Concerns

NCF (2005) puts heavy emphasis on the
normative concerns of social science
curriculum:

The major thrust of social science curricu-
lum has remained utilitarian in nature. It
puts more emphasis on developmental issues
that are important but not sufficient to un-
derstand the normative dimension - issues
of equality, justice and dignity...There is
need to achieve a shift in focus from utilit-
arianism to egalitarianism...

While this observation relates in general
to social science, it could just as well have
been a criticism directed at Economics in
particular. Concerns have been voiced on
the nature of Economics discourse both
from outside and within the discipline for
quite some time now. The mainstream dis-
course has been blamed for its failure to
illuminate most of economic reality; pre-
occupation with formalism; commitment
to view the world only through narrow
neoclassical lens; and absence of ethical
and philosophical considerations. The issue
assumes an even more serious dimension
seen against the widening inequality in
the society (mostly regarded as natural)
and the increasing distances between the
rich and the poor, both physically and
emotionally (see Box 1).

In discussing development and its facets
we have been aware of this challenge.
Income distribution, distribution of land
and agrarian relations, distribution of
credit and credit relations, distributive im-
plications of globalisation, etc, are some of

the topics that address issues of equality/
inequality directly. Besides these contexts,
life situations and voices of the econo-
mically and socially marginalised groups are
brought out in examples, illustrations, and
cartoons. Some exercises and activities in
the books involve interacting with workers,
employers, debtors, producers, consumers,
etc, through non-classroom activities/visits.
The objective of such non-classroom activi-
ties is to give the students a concrete sense
of economic life, which might be otherwise
missing from their experiences.

While attempts along this direction
have been made, we will admit that prob-
ably more could have been done and we
need to debate seriously whether social
ethics needs a more central role in
Economics education.

Heterodoxy and Pluralism

Taking the cue from Our Economy: An

Introduction, the approach adopted in the

new high school textbooks is heterodox.*

Some of the features that distinguish the

approach in these textbooks from the

mainstream approach are the following:

- institutional and social structures are
central to the analysis;

— markets are important but only as one of
the several institutions in the economy;

- questions of distribution are emphasised;

- development is interpreted as much
more than material gain;

- social, historical and political pheno-
mena are important to understanding
economic outcomes; and

- among the contemporary problems of
the Indian economy, employment is
seen as the major one.

in the textbook. Obviously they felt this was notimportant.

and teachers.

(Based on fieldwork done in Delhi schools in 2007.)

Box 1: Should We Expand the Scope of Social Ethicsin Economics?

* Ateacher atKV school in Delhi while discussing the chapter on Development, strongly contended a point made in the textbook
that different life situations contribute to differences in economic position across people in the society. According to her, Africa was
underdeveloped because people did not work hard enough and did not have the will to develop. So was the case with most of our
poor people. To illustrate her point, she ingeniously referred to Praveen Mahajan and Pramod Mahajan and how the two brothers
had the same opportunities but made different use of these opportunities.

* Anexercise on “how to develop the local area” conducted with a group of working class children received the maximum number
of votes for “construction of flyover” and then “shopping mall* from the large menu of choices that the children came up with.

* Inagroup discussion ata premier Delhi school, the students asked why there was so much discussion about villages and villagers

“ A senior Economics teacher shared how she felt embarrassed talking about differences in landholding pattern across social
classes. According to her such passages should not be a part of the text.

* Ateacher atthe MCD school indiscussing health as an indicator of development, explained thatit s the povertyofthe people that
makes our public health system function so poorly! In developed countries, everyone uses private healthcare. Such views about
poor people crowding the cities, hospitals, railway stations and other public spaces are very strong in the minds of both students
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While the problems of the Indian eco-
nomy lend themselves quite naturally to a
heterodox approach, we were much less
sure how to address pluralism in the text-
books. Pluralist approach would hold that
“there is more than one way to think about
the economy, and that a fair and public
hearing of those alternative ways is
crucial to the health of the economic
conversation”! In Economics the debate
around pluralism has become particularly
strong after the French students’ petition
made a strong appeal against “a single
dominant view” and for a plurality of pers-
pectives in teaching of Economics. NCF
(200s) also talks about the need for multiple
perspectives. Effectively, it would translate
into a crossfire of sorts with neoliberals
arguing for liberalisation and the Marxists
(or any other heterodox school) taking an
opposite view and giving these two con-
tending viewpoints equal weight in the
textbook. The students could then form
their own opinion depending on which
argument they find more convincing. Why
not let the question remain open here?

While pluralism has its own merit, there
are two problems in adopting this approach
at the high school level. First, there is a
practical problem. To introduce various
perspectives would require some famil-
iarity with the various paradigms from
which these perspectives emerge, with their
different assumptions, working model, his-
torical context, etc, which is clearly beyond
the scope of such introductory textbooks.'?

Second, every perspective has an under-
lying ideology. The reason one chooses
a particular approach/perspective over
another is not just because it represents the
truth better, but also because the approach
best engages with the normative concerns
that the writer would wish to uphold. In
this particular case, heterodox approach
with its emphasis on institutions and
social structures was the one that we felt
could speak of the challenges of the Indian
economy in terms of democratic principles
of equality, dignity, social well-being,
social justice, etc. NCF (2005) has stressed
these democratic principles as the core of
social science. If we accept this mandate,
it is difficult to escape the paradigmatic
influence and give equal weight to all the
perspectives that obviously have very
different ideologies.
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Short of pluralism, what has been
attempted in these books is to illustrate
that different people depending upon
their position in the society derived from
class, caste, gender, rural/urban identities
have different (and many a times contend-
ing) perspectives on the same issue.

4 Looking Ahead

Writing a textbook is best viewed as a
dynamic process rather than as an end
product in itself which means that even an
elementary level textbook must maintain
contact with the frontiers of research both
in terms of content and pedagogy. New
ideas and ways of thinking should stand a
chance of finding a place in the textbooks
and there has to be a continuous engage-
ment with these issues. Capacities cannot
be built overnight.

There is another sense in which text-
book writing should be a dynamic process.
While much of the analysis of curriculum
development contained in this article talks
about the curriculum as a set of objectives,
a body of content and a range of methods,
the curriculum is also something that has
to take root and develop in actual school
settings. It is realised in the day to day life
of a school, which embodies organisation,
social relationships, the ethos of the school,
etc. Thus, a genuine process of follow-up
and feedback from schools is necessary to
see what is the impact of a textbook, how
the teachers and students are engaging
with it, to what extent it serves the objec-
tives it is meant to fulfil, etc.

At a more complex level, one might
need to view curricular change as a pro-
cess of social negotiation where various
groups in society exert a strong pressure
whether they are the aspirations of the
urban middle class, outdated views of a
discipline or cultural notions of how chil-
dren learn. To deal and respond to these
pressures might be inevitable.

In the following points, we identify
some specific areas that can be seen as
gaps in the present exercise and might be
considered important to future work.

(1) While we have discussed the
approach and method of Economics as
well as issues of pedagogy in some detail,
the curricular choice - selection of specific
themes - has been deliberately kept brief.
In fact, this is one of the areas where more
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work is necessary. The Economics syllabus
at the high school revolving around the
overall theme of Indian economic devel-
opment could have been more relevant
and consistent, and the textbook writing
team on various points had serious issues
with the present syllabus, which was
framed by another committee constituted
by the NcerT.' For instance, there were
doubts over introducing topics such as
globalisation in an introductory course,
whereas certain important conceptual
areas like state, markets, industrialisation,
public finances did not figure in the syllabus.

The process of selecting themes should
ideally involve a fair amount of research
and consultation and definitely more
rigour and time. The consultation has to
be at both ends. At one end, there should
be consultations with subject experts after
a thorough literature survey. And at the
other end, teachers and students need to
be consulted and potential material should
undergo trials of some kind. A review of
the new books should suggest new ways of
looking at the syllabus.

(2) Any curriculum has a vertical and a
horizontal component. The vertical com-
ponent reflects how the curriculum in a
particular discipline develops through the
various stages/levels.

Horizontally, the various disciplines
within Social Science, even as they trace
their own subject specific trajectories,
have to provide the student with a view of
Social Science as a whole. In other words,
it is important that there be certain unify-
ing principles and concerns of Social
Science and each discipline within Social
Science uses its specific medium to illus-
trate and complement these principles. At
present, with four different textbooks and
little dialogue across the four subject areas
within Social Science, the subject appears
fragmentary. While History has adopted
a strong interdisciplinary approach,
Geography is far removed with most of the
course devoted to physical Geography.
This is not meant as a criticism but only to
stress that there is need for dialogue
within the Social Science disciplines. Such
dialogues and sharing of ideas, if it were
to take place, would no doubt strengthen
the disciplinary outcomes as well.

(3) Curricular reform demands an integ-
ration of three areas — new texts, teacher

AUGUST 9, 2008 Economic & Political WEEKLY



PERSPECTIVE

training and an exam system. There has
been little by way of teacher training and
this is major lacuna (see Box 2). Examina-
tion system has seen minimal changes.
The old examination system continues to
influence heavily the mode and pattern of
teaching. Without substantial reforms on
these dimensions, there are risks that
the progressive elements in the new texts
be subverted.

(4) In the entire school system, Social
Science has a low status in general and
ranks much below science in the priority
of subjects. This is observed in the low
priority accorded by the school manage-
ment to Social Science (for instance, the
very few periods in the timetable, unwill-
ingness to spend resources), students
and parents’ preconceived disrespect
for the subject, etc. All this makes the
teachers’ task really hard and discourages
ingenuity.

Even where the teacher might take an
initiative, the rigidity in the system comes
in the way. Teachers might wish not to
cover the entire textbook but do selected
portions from the book and spend time on
activities that involve thinking and self-
discovery. Teachers might wish to skip a
“unit test” and instead take students out
for a visit or call a person to talk and
interact with students. Teachers might
wish that the students answer questions
in their own way rather than reproduce
the text. The administrative structures
both in government and private managed
schools need to be much less rigid and
allow teachers the freedom to enjoy the
subject that they teach and not approach
every aspect of the course like an
exam drill.

(s) Any intervention at an all India level
can only serve as amodel and a lot of work
is necessary for placing these texts within

regional or state level framework. This
would ensure that appropriate examples
from a familiar region are drawn up and
linked to the macro perspective. Issues of
regional concern could be taken up in
some depth. Over time one should have
diverse teaching-learning material availa-
ble and thereby also reduce the dependence
on a single text for any classroom situation.

(6) Finally, in view of the controversy
regarding grade x11 Microeconomics and
Macroeconomics textbooks by NCERT, a
few words on the state of higher second-
ary Economics will not be out of order
here. Economics teachers teaching grade
x11 have objected to the new more mathe-
matised versions of micro and macro and
have forced the cBsE to allow books other
than those published by the NCERT to be
officially taught in schools (within the pre-
scribed syllabus). This amounts to de facto
scrapping of the'new textbooks, though de
jure they remain in place. The academic
community, in turn, has strongly reacted
to the criticism [Rakshit 2007] or simply
ignored it. Whatever be the merit of the
teachers’ arguments, they need to be
heard; curricular processes cannot ignore
what teachers have to say.

In this context, there is a more general
point that one would like to make. Higher-
secondary course cannot be a watered
down version of the undergraduate course
as it currently is, with four different
papers (Statistics, Indian Economy, Micro
and Macro) and little by way of linkages
across them. It has to be thought afresh.
What is the motivation for studying
Economics? This might be a question rele-
vant at any stage but more so for the
beginner or young student. How do you
organise themes that provide such a moti-
vation? Students are aware of larger issues
such as poverty, wages, employment, etc.

as towhat should be their role in the classroom.

Box 2:Teachers Need To Be Empowered to Teach...

Training for the teachers is a must. Teachers should have a chance to understand and have a dialogue on the objectives listed above.
During our fieldwork in schools, we observed that there is a lack of understanding as to how to use the books. What to teach in a
given chapter, which is organised in a very different manner and might reflect an entirely new perspective? How to use the large
number of examples? How to frame questions? At places, where the students can follow the text on their own, teachers are at aloss

In the absence of proper guidance, teachers most often have “covertly” turned to the private “guide books" that have reorganised
the material along old lines (sans visuals sans examples, bulleted texts with readymade answers). This is most unfortunate.' Just as
teachers’ experiences were tapped in the curricular process, teachers need to internalise the paradigm shift to effectively transact
these books. Eklavya’s experiences prove that teachers empowered through proper training and armed with sufficient flexibility in
operation (a point discussed below) can be wonderfully creative and innovative in their teaching.' The trainings, of course, have to
be creatively organised with up-to-date teaching methods and clear instructions for teaching Economics.
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What would help them look at the com-
plexity in real life, at the not so obvious
factors, some major policy issues that they
see and hear around. For students to be
motivated you have to discuss the “fruits”
being offered by the discipline. It is a
subject where students look for “practical
relevance with rigour” [Chakravarty
1993]. As Sen points out both the “engi-
neering” and the “ethical” aspects are of
interest, therefore why not have themes
that cover a range of issues.

While organising an undergraduate
course, three-year period is assumed. At
the higher secondary level, this is one sub-
ject among others and therefore should
we not focus more on motivating students
rather than offering a watered down ver-
sion of a first-year undergraduate course?

5 InLieuofConclusion

School level Economics needs more inputs
and attention of the Economics fraternity.
Unfortunately, in the field of Economics,
most in the academic community have
remained dispassionate and indifferent
to school level Economics and even
reflections on college and university
teaching in India are few. The contrast
with some of the other disciplines that
have received active support and partici-
pation of the academia and made the
best use of this opportunity is striking. It
is alarming that NcerT had difficulty
even inviting eminent economists to the
discussion tables. With so much of intel-
lectual capital around, one was hard
pressed for people at each stage: to write,
review, comment.

One of the objectives of sharing our
experience and insights is to get across to
the readers that this exercise is both chal-
lenging and meaningful. There is substan-
tial contribution to be made to advance
the debates, provide clarity on the pers-
pectives, review the curriculum and the
textbooks, and build on the work that has
but started. It is for us to seize the oppor-
tunity and participate in this important
process of educational change.

NOTES

1 See ‘Insider’s Narrative' in Report on Teaching
Social Sciences: A Review, Eklavya (2001).

2 See Social and Political Life, Part I, Grade VIth,
NCERT, 2006. Social and Political Life, Part I,
Grade VIIth, NCERT, 2007. Social and Political
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Life, Part IlI, Grade VIlith, NCERT, 2008. The
full-texts are available on NCERT web site.

The same cannot be said about the Higher
Secondary syllabus of the CBSE or the ICSE
syllabus that has been framed on more traditional
lines.

At the secondary level, Economics exists as a
separate subject within Social Science. See Our
Economy, A Textbook on Economics for Grades
IXth and Xth, 1st Edition, June 1977, Published by
Eurasia Publishing House with permission from
NCERT.

For a detailed review of the book see Bose (2001).
See Economics, Grade IXth, NCERT, 2006 and
Understanding Economic Development, Grade
Xth, NCERT, 2007. Tapas Majumdar is the chief
adviser of the Textbook Writing Committee. It is
to his credit that he was most open to new ideas
and rethinking of the texts.

Several of the basic concepts traditionally
introduced in introductory courses have been
extended to macro-contexts: the idea of scarcity
(and abundance) is explored in the context of con-
straints of land and capital and the relative sur-
plus of labour in a rural setting; interdependence
is traced across the primary, secondary and terti-
ary sectors rather than across individuals; the
notion of choice arises in public policy contexts;
and the discussion on markets as part of globali-
sation ultimately develops into a discussion of
market forces.

Observation based on feedback from teachers and
students.

See ‘The Importance of Structure’, Chapter 2 in
Bruner (1960).

There were some major tussles among the
textbook committee members on the approach
to the subject with some members holding that
it is more appropriate to teach mainstream
economics, which is also the majority view of the

subject. Since neither group could convince the
other, dissents could only be overcome by making
the committee more homogenecous. Compara-
tively, there was a greater consensus on pedagogi-
cal issues.

11 See The Economic Conversation by Arjo Klamer,
Deirdre McCloskey and Stephen Ziliak to be pub-
lished as a Principles textbook in 2008.

12 We do have examples of different texts teaching a
first course in economics that debate the contours
of the discipline. While high school economics is
not the site for this debate, plurality of approach
isarelevant issue at the undergraduate level. This
strongly influences the view of the discipline that
future teachers imbibe.

13 The textbook writing team had little space to
interrogate the syllabus. In general, flexibility
in the process of writing the textbooks would
have produced better results. The process of
drawing up the curriculum was artificially
separated from the task of writing the books.
The new initiative of involving different people
to participate in the curricular process was a
welcome step. However, to achieve the best
results required plenty of discussions and ex-
change of ideas so as to agree on a common
perspective on the main issues relating to the
textbooks. Often there was not enough time
or an appreciation of these aspects, so that
in some cases the texts appear to be going in
different directions with no cohesion across
chapters. Wherever the outcomes have been
better, it’s been a result of long hours of dedicat-
ed work by individuals or teams outside the
official structure.

14 The proliferating private guides industry is a
phenomenon that needs to be looked at seriously
for the type of books, the content and pedagogy,
pricing, copyright issues, etc.

15 See ‘Dynamics of Knowledge and Praxis: A View
from the Field', Chapter 5 in Batra (2008).

REFERENCES

Batra, Poonam (ed) (2008): Social Science Learning in
Schools based on Report on Teaching Social
Sciences by Eklavya, 2001 (forthcoming).

Bruner, J (1960): The Process of Education, Harvard
University Press, Cambridge, Mass.

Bose, S (2001): Review of Our Economy: An Introduc-
tion, NCERT (unpublished).

Chakravarty, Sukhamoy (1986): ‘Teaching of Econo-
mics in India, Economic & Political Weekly,
Vol XXI, No 27, July 5.

- (1993): Prologue: Economics as Seen by a Dissent-
ing Economist, Selected Economic Writings,
Oxford University Press, Delhi.

Dunning, K (1970): ‘What Economics Should We Teach?,
Economics, Vol 8, Summer 1970, pp 199-206.

Eklavya (1993): ‘Samajik Adhyayan’, Social Science
Textbooks for Class 6th-8th, Madhya Pradesh
Textbook Corporation, First Edition.

NCERT, National Curriculum Framework (2005):
ncert.nic.in/sites/publication/schoolcurricu
lum/NCFR%202005/contents1.htm

Rakshit, Mihir (2007): ‘Learning about Life -
Economics Is More than Common Sense Made
Difficult’, The Telegraph, September 26.

Saunders, Phillip (1994): ‘A Global Framework for
Teaching Economics’, Chapter 3 in An Internation-
al Perspective on Economics Education, Kluwer
Academic Publishers, Boston.

Sen, Amartya (1987): On Ethics and Economics,
Basil Blackwell, Oxford.

Taylor, Angus (1977): ‘Extending Economics Education
in Secondary Schools and the Politics of the Curric-
ulum’, Chapter 4 in Keith Robinson and Robert Wil-
son (eds), Extending Economics within the Curricu-
[um, Routledge and Kegan Paul, London.

Tendulkar, S D (1988): ‘Response No 1’ in Teaching
Economics in Indian Universities, Institute of
Social Science, Pamphlet 4, Delhi.

60

LOCAL DEMOCRACY
IN SOUTH ASIA

Microprocesses of Democratization

in Nepal and its Neighbours
Edited by DAVID N GELLNER
and KRISHNA HACHHETHU

@ New from SAGE!

DEMOCRACY, DEVELOPMENT
AND DISCONTENT

== | INSOUTHASIA

Local Democracy in Seuth Asta

Edited by VEENA KUKREJA
and MAHENDRA PRASAD SINGH

This book deals with the issues of democracy,

This volume, the first in a new series on
governance, conflict, and civic action
in South Asia, focuses on the larger
countries of South Asia—Pakistan, India,
Bangladesh, Sri Lanka, and especially
Nepal. The 15 essays in this volume
analyze democracy both as a process
and as a value. The essays also examine
in ethnographic detail the way in which
democracy is actually experienced in South
Asia, ranging far beyond conventional
political structures to look at conflict
resolution, rhetorics of foreign aid, ethnic
organizations, Maoist practices of local
government, Dalit resistance, and so on.

Governance, Conflict and Civic Action, Volume 1
2008 / 472 pages / Rs 795 (cloth)

development and discontent in the general
context of South Asia and the specific
contexts of the major countries of the region.
Major challenges confronting democracy
and development in South Asia—including

the interface between multicultural identity,

democracy and development in India;
movement for the restoration of democracy
in Pakistan; and the Maoist movement and
its democratic accommodation in Nepal—are
part of the detailed discussions in the book.

2008 / 340 pages / Rs 695 (cloth)

Los Angeles @ London & New Delhi @ Singapore @ Washington DC

www.sagepub.in

AUGUST 9, 2008 Economic & Political wEEKLY

This content downloaded from

149.10.125.20 on Thu, 27 Jan 2022 01:03:02 UTC

All

use subject to https://about.jstor.org/terms



